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A new school year brings teachers a mixture of eagerness and anxiety about the
"unknown" regarding their new students. When teachers share information about students,
behavioral issues are usually the first to be disclosed. It is not uncommon to hear state-
ments such as "Oh, you have Johnny? Good luck. He's a handful," or, "Marie is a sweet
girl, but she talks constantly," or even, "You have Paul? Better you than me. He never
stops moving and is such a space cadet." Establishing a well-organized plan for classroom
management at the outset of the year is essential for a peaceful and calm classroom that is
conducive to instruction and learning for students with a variety of academic, social, and
behavioral needs.
If you ask a group of teachers what they are most concerned about in their classrooms
or schools, it is likely that student behavior will come up as one of the greatest—if not the
greatest—issues. Managing classroom behavior can induce a teacher's anxiety (Punch &
Tuetteman, 1990; Oliver & Reschly, 2007; Wilson, Ireton, & Wood, 1997). New teachers
rate managing behavior as one of the most challenging aspects of teaching and an area in
which they feel the most unprepared (Veenman, 1984). Issues of classroom and individual
student behavior often influence a teacher's decision to leave the field (Blase, 1986; Inger-
soll & Smith, 2003). Helping teachers feel confident in their classroom management skills
should be an aim of teacher educators and school administrators to help retain our best
teachers. This is especially important during a shortage of qualified teachers in areas of
need, such as special education (McLeskey, Tyler, & Saunders Flippin, 2004).
Many behavioral problems can be avoided by establishing a solid classroom man-
agement plan at the beginning of the school year. Although many teachers learn about
basic classroom management strategies in teacher licensure programs and in-service train-
ing, a review of classwide supports and their implementation can help teachers revitalize
and strengthen their classroom management plans. It is easy to become "stuck in a rut" and
do what has always been done rather than to reevaluate and revise, but employing the same
strategies from year to year is ineffective when student populations and needs change.
The purpose of this article is to provide an overview of several areas of classroom man-
agement that are vital for teachers and students across all areas of K-12 education (i.e.,
special education, general education, physical education, art, high school, middle school,
elementary school). Following a discussion of the importance of classroom management
and its effect on instruction, student learning, and teacher retention, I ground the article in
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the literature supporting positive behavior supports (PBS;
Sugai & Homer, 2002) to facilitate effective classroom man-
agement that allows instruction to occur. Next, I present a
worksheet for teachers to use to develop and evaluate their
classroom management system. I follow up presentation of
the worksheet by describing the components of classroom
management detailed in the worksheet. For each compo-
nent, I provide examples and suggestions for establishing or
improving each component in the classroom. Each area
matches a component on the worksheet and is intended to
break the classwide plan into manageable segments that can
be implemented feasibly by teachers and administrators who
are short on time and already burdened with other tasks.
Teachers and administrators rarely take the time to evaluate
a management system until something goes wrong or they
have a crisis with a student. This evaluation worksheet,
paired with suggestions and explanations, is presented as a
first step in developing an effective management system to
allow teachers and administrators to start the year off on the
right foot and support the wide range of students in their
schools.
Focuson
Exceptional
cnildren
ISSN 0015-51IX
FOCUS ON EXCEPTIONAL CHILDREN (USPS 203-360) is pub-
lished monthly except June, July, and August as a service to teachers,
special educators, curriculum specialists, administrators, and those con-
cerned with the special education of exceptional children. This publica-
tion is annotated and indexed by the ERIC Clearinghouse on Handi-
capped and Gifted Children for publication in the monthly Current
Index to Journals in Education (CUE) and the quarterly index. Excep-
tional Children Education Resources (ECER). The full text of Focus on
Exceptional Children is also available in the electronic versions of the
Education Index. It is also available in microfilm from Serials Acquisi-
tions, National Archive Publishing Company, PO. Box 998, Ann Arbor,
Ml 48106-0998. Subscription rates: individual, $48 per year; institu-
tions, $66 per year. Copyright © 2009, Love Publishing Company. All
rights reserved. Reproduction in whole or part without written permis-
sion is prohibited. Printed in the United States of America. Periodical
postage is paid at Denver, Colorado. POSTMASTER: Send address
changes to:
Love Publishing Company
• Executive and Editorial Office
PO. Box 22353
Denver, Colorado 80222
Telephone (303) 221-7333
CONSULTING EDITORS
Steve Graham
Vanderbilt University
Ron Nelson
University of Nebraska-Lincoln
Eva Hom
University of Kansas
Carrie E. Watterson
Senior Editor
Stanley F. Love
Publisher
CLASSROOM MANAGEMENT
FOR UNIVERSAL SUPPORT
Classrooms contain students with an ever-increasing range
of academic, cultural, and social backgrounds. Classrooms
today have students with limited proficiency in English, dis-
abilities, and little experience in academic environments. We
ask our teachers to teach to all students, including those at risk
for failure as well as those who are performing well above
grade level. This, coupled with an increase in inclusion of stu-
dents with disabilities in classrooms across the country, has
led to some of the most diverse classrooms in our nation's his-
tory. With diversity comes diverse needs and a demand for
well-managed classrooms to promote positive behavior and
optimize learning and achievement (Emmer & Stough, 2001 ;
Sugai & Homer, 2002). Effective management of classroom
activities opens the door to teaching more academically chal-
lenging material (LePage et al., 2005).
Another reason to focus on classroom management to
promote positive behavior is to create a positive learning
environment. Discipline problems in schools are consis-
tently noted as a top concern for teachers and the public
(Bushaw & Gallup, 2008) and a contributor to teacher stress
and attrition (Harrell, Leavell, van Tassell, & McKee, 2004).
Helping teachers cope with the range of behavioral difficul-
ties in the classroom is of paramount importance, given
attrition rates and critical teacher shortages in areas such as
special education (Connelly & Graham, 2009).
Effective classroom management systems are vital to
positive learning environments for teachers and students
alike. PBS is an approach to providing a range of provisions
to promote positive behavior, prevent problem behavior, and
provide individualized support to those who need more
focused intervention (Sugai & Horner, 2002). The evidence-
based practice of PBS has been recommended as an impor-
tant strategy for dealing with challenging behavior (U.S.
Department of Education, 2001). Universal supports that
create safe, supportive, and effective environments are the
bedrock of the PBS model (Trussell, 2008). Establishing
universal supports in the classroom both encourages posi-
tive behavior and decreases problem behavior, thereby pre-
venting many problem behaviors from occurring. A solidly
conceptualized and executed classroom management plan is
a universal support that sets the stage for instruction and stu-
dent learning.
COMPONENTS OF AN EFFECTIVE PLAN
Much has been written about classroom management
strategies, but not all strategies are created equal. With a
vast literature base on classroom management, it is impor-
tant to consider practices that have been documented as
effective. Several authors have waded through the literature
and noted evidence-based practices that should be consid-
ered for use in managing classroom behavior (Simonsen,
Fairbanks, Briesch, Myers, & Sugai, 2008; Simonsen, Sugai,
& Negron, 2008), whereas others have summarized infor-
mation in packaged classroom management systems based
on research (Cipani, 2007; Sprick, Garrison, & Howard,
1998). These authors note the importance of including such
key components as clear rules and expectations and maxi-
mizing structure. This article distills core practices neces-
sary for a universally supportive classroom management
system into six key areas that teachers and administrators
can use to guide their development of new plans or evalua-
tion of existing plans:
1. Structure
2. Classroom layout
3. Classroom décor
4. Rules
5. Routines
6. Maintaining and monitoring behavior
Ciasswide Management Plan Appraisal Worksheet
Classroom management plans should be tailored to fit each
particular group of students and their unique needs. Since
each new school year brings a new group of students, class-
room management plans should be reevaluated annually and
modified to suit the particular requirements of the teacher and
students. Evaluating a management plan can be difficult for
teachers and administrators. New teachers, whose experience
may be limited to using other teachers' plans during student
teaching experiences, tend to have trouble establishing their
own management system. Veteran teachers sometimes see
their management style as always having worked in the past
and resist evaluation and change. Administrators can find it
difficult to evaluate a management plan because they do not
have first-hand experience with the students in a teacher's
classroom and they also do not want to appear judgmental or
dictatorial. A Plan Appraisal Worksheet (PAW), which is
shown in Figure I, was constructed to aid the development
and review of individual classroom management systems.
The PAW is designed to help teachers self-evaluate their
classroom management plans and to guide them in strength-
ening the universal supports in their classrooms. The PAW is
arranged to correspond to each of the core components of
classroom management plans covered in this article. I refer to
the PAW in each section and provide an overview of its use
and application in the conclusion.
Classroom Structure
One of the first considerations a teacher should make
when developing and evaluating a management plan is the
amount of structure he or she would like to have in the class-
room. Simonsen, Fairbanks, et al. (2008) define structure as
"the amount of teacher or adult-directed activity, the extent
to which routines are explicitly defined, and the design or
physical arrangement of the classroom" (p. 353). Classroom
structure can also be thought of as the level of factors a
teacher chooses to leave to chance versus the level the
teacher chooses to direct explicitly in the classroom. Struc-
ture sets the underlying tone in the classroom and is the
basis from which the components of a management plan
stem. The amount of autonomous control the teacher holds
over the classroom should be individually suited to each
classroom situation and group of students and is often dic-
tated by the appropriate level of structure warranted by var-
ious classroom factors such as grade level, subject matter
being taught, and academic skill level. LePage et al. (2005)
note the importance of striking a balance. For example, a
teacher could use a management structure to promote appro-
priate behavior while encouraging independent thinking and
academic growth in a way that is consistent with a teacher's
individual instructional goals for students.
Regardless of the theoretical basis for a teacher's man-
agement style, students tend to demonstrate more appro-
priate academic and social behavior in more structured
classrooms (Simonsen, Fairbanks, et al., 2008). This fact
alone suggests the need for some level of structure in every
classroom. Not all classrooms need the same amount of
structure; therefore, structure has been conceptualized
according to gradations in levels. Sprick et al. (1998) iden-
tify high, medium, and low levels of structure based on
student, school, and community risk factors. Students
experiencing greater intrinsic and extrinsic risk factors
benefit from higher levels of structure in classrooms
(Sprick et al., 1998) and more skilled classroom manage-
ment (Webster-Stratton & Taylor, 2001). Teachers should
consider risk factors, not to make sweeping generalizations
about certain social populations, but instead to design the
most universally supportive classroom environments based
on knowing their students. A cursory list of risk factors is
provided in Table 1. Teachers and administrators are
encouraged to consider additional situational or social risk
factors particular to students in their classrooms, schools,
and communities.
Using the PAW: Structure
When using the PAW, teachers complete a very brief
checklist of risk factors (e.g., "More than 50% free/ reduced
lunch" and "Elementary"; see Structure in Figure 1). After
.completing the checklist, the teacher circles the appropriate
level of structure for the classroom. A general list of the
characteristics of each structure level is provided on the
PAW, below the name of the level.
On the one hand, classrooms with high structure are very
traditional in teacher authority and classroom layout, and
free movement is rarely permitted without permission. Low-
structured classrooms, on the other hand, are characterized
by more teacher-student dialogue regarding the workings of
the classroom, free student movement, and open seating for
students. Moderately structured classrooms fall in between.
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Teacher Name: Type of class: Grade Level: (circ c one)
Elementary School
Middle School
High School
Structure I
RÍ.SÍC Factors ( ail that apply)
More than 50% of students
^ or more students identified
as SPED/ADD/ADHD
3 or more students identified
as at risk or below grade
level
Elementarv school
School located in a high-
crime area
Evaluate the items you checked to identify the minimal level of structure
needed for your classroom
(circie the appropriate level for your classroom)
High
Structure
(>3 riirrkeil)
• Space between
students
• Assigned seats
• No free movement
around room
• No talking without
permission
• Traditional
classroom layout
(i.e., rows)
Moderate
Structure
(1-2 diecked)
• Minimal/no space
between students
• Assigned seats
Some free
movement around '
room
• Some free lalking
with peers at
certam times
• Students arranged
in pairs or groups
Low
Structure
to ciii'cki'd)
• Free sealing
choice
• Free movement
around room
Talking with
peers without
permission
• Students arranged
in groups
Classroom Layout
Answer the foliowing questions aiyout your classroom and v the appropriate iwx
Does your desk layout match the level of structure you noted above?
Can you see ALL of your students from everywhere in the room?
Can ALL of your students see you from each desk?
Can ALL of your students see the board from each desk?
Can you get to EACH student quickly from anywhere in the room?
Can students get to all materials without distracting you and their peers?
Do you have a quiet space for students to work independently, with groups, and/or
with you?
Does your classroom layout suit student age, level, and type of class?
Does your layout support student attention and productivity?
Yes No
For urn responses of "No "—How will you change your layout to better support learning ?
Classroom Décor
Answer the foilowine Questions ahiout your classroom décor and </ tiie atipropriate bat
Is vour décor: Calm?
Age appropriate?
Positive/inspirational?
Yes No
For an\ respotises of "No "—How will you change your décor to encourage studetit learning ?
FIGURE 1
Classroom Plan Appraisal Worksheet (PAW)
The level of structure a teaeher circles on the PAW corre-
sponds to the minimal level of structure for the classroom.
In general, teachers are encouraged to use higher levels of
structure if they feel it best suits their students or their teach-
ing style. If in doubt, start the year with a higher level of
structure. A teacher can always lessen the level of structure
as students learn routines and demonstrate appropriate
behavior.
Example 1—Ms. Robertson's Class
Ms. Robertson teaches a third- and fourth-grade special
education (SPED) resource class at Best View Elementary
School. All of her students qualify for SPED services and
are identified as having either behavioral or learning diffi-
culties. Best View is located in an urban area and is bor-
dered on one side by subsidized housing; 97% of the students
qualify for free or reduced lunch. When Ms, Robertson
Rules • ••• • r : . ^ : , - ' • ' ^ " / ' '" . •'•••:•••-:-•' ^
Answer ¡he followiiii; Questions ahoul your cla.ssmom rules and / ihe aiuimimaie box
Are your rules posted in a visible area?
Do you have 3-5 rules?
Are your rules age appropriate, clear, concise, and written positively?
For any responses of "No "—How will you modify your rules '!
Yes No
Routines
List up to 5 routines you would like gJL students in your classnmm lo learn and follow:
How will you teach this routine?
How will you teach this routine?
How will you teach this rrmtine?
How will you teach this mutine?
How will you leach this routine?
Maintaining and Monitoring Behavior
Answer Ihe following questions about maintaining a nianaiiement plan and collectinn dala on problem behavior
List 3 ways you will praise appropriate student behavior:
I.
2.
3.
Do you keep data on student behavior in your classroom?
If "yes." what type of data do you collect?
If "no," what type of data collection would be feasible in your classroom?
Who is available in your school to support you in working with problem behaviors if you try various
strategies and they are ineffective for target students?
If "yes," who?.
If "no," who is available to provide support in your district?.
FIGURE 1
(continued)
completed the PAW, she noted all five risk factors and was not
surprised to learn that her classroom needed high structure.
Example 2—Mr. Matthews'Class
Mr. Matthews teaches at H. Forrester High School. He
teaches general level and Advanced Placement (AP) Ameri-
can History to 10th and 11th graders. H. Forrester is located
in a suburban area, and approximately 30% of his students
qualify for free or reduced lunch. He has an average of two
students per class period who are identified as having
ADD/ADHD in his AP classes, several students in his gen-
eral classes who are reading below grade level, and several
others who receive SPED services. When considering his
AP classes, he noted no risk factors, and when considering
his general classes, he noted two risk factors, suggesting that
low structure would be an option for his AP classes and
6 FOCUS ON EXCEPTIONAL CHILDREN NOVEMBER 2009
Student, School,
Student-Based Factors
and
TABLE 1
Community Risk Factors for
School-Based Factors
Challenging Classroom Behavior
Community-Based Factors
Elementary or preschool aged
Qualification for special education
or services
ADD/ADHD or other mental health
diagnosis
Below grade level academic
performance
Limited proficiency in English
(ELLVESL)
History of poor attendance, office
referrals, or suspension
Family factors (single-parent, incarcerated parent, foster families, etc.;
Gang involvement
Substance abuse
High percentage of students
qualifying for free or reduced
lunch
High student to teacher ratio
Highly mobile student
population
Low levels of parental/family
involvement
Urban or rural
High unemployment/poverty
rate
High crime rate, gang activity
Low community involvement
or investment in education
Highly mobile community
moderate structure appropriate for his general classes.
Considering his personal teaching style and philosophy,
Mr. Matthews decided to implement a management plan
using moderate structure for all of his students. He felt
comfortable with students having some free movement
around the room, but he also knew that he preferred to
assign students to seats. After all, even his AP students
struggle with managing their loquacious social behavior,
and it drives him crazy while he tries to teach. He could
not imagine how much worse it would be if he let them
choose their seats!
Classroom Layout
It is very interesting to visit a group of classrooms, all
with the same dimensions and physical structure, and find
that each room has its own individual style and feel. Teach-
ers are very creative when arranging their spaces, and class-
room arrangement can set the mood for instruction and
social interactions. Finding the proper placement for teacher
and student desks, bookshelves, tables, and décor can be
challenging, but it is a key step in preparing a well-man-
aged, universally supportive classroom (Trussell, 2008). Not
surprisingly, the physical layout of furniture and objects in a
classroom influences teacher and student behavior (Simon-
sen, Fairbanks et al., 2008; Stewart, Evans, Witt, & Kaczyn-
ski, 1997). Classroom layout should reflect a teacher's phi-
losophy on teaching and learning (Emmer & Evertson,
2009) as well as the level of structure needed to support the
needs of the students being taught.
When arranging a classroom, teachers need to consider
the uses of the space and the materials needed, as well as the
age and level of the students. They need to think about the
activities and learning experiences that will take place in the
space (Evertson, Emmer, & Worsham, 2006). The following
questions are essential for teachers to consider:
• From what part of the room do I teach the whole
class?
• Do I need to plan spaces for independent work, group
work, and computer stations?
• Do I need art, science, and independent study areas?
• How many student desks do I need in my room?
• Where do I like to place my desk?
Activities and the amount of time spent in a particular class-
room differ, based on whether it is an elementary, middle, or
high school classroom and whether it is used for general edu-
cation, related arts, or special education. Care must be taken
to ensure that the learning environment is set up to support
the many different learning activities that occur in the space
(Stewart et al., 1997). A purposeful classroom arrangement
supports, rather than hinders, learning and positive behavior.
Walkways
Regardless of the level of structure best suited to a group
of students, classrooms should be arranged to allow easy
movement around the room. Walkways and high-traffic
areas should be clear, open, and deliberately kept in mind
when arranging the classroom (Evertson et al., 2006; Sprick
et al., 1998; Stewart et al., 1997; Trussell, 2008). Trussell
(2008) suggests bearing in mind the "bump factor" (p. 181)
to make sure that students have enough space to move about
the room to access materials without bumping into peers and
classroom items.
Student Desks
Desk arrangement can be a very personal choice for
teachers. Desk placement can affect student productivity
(Judd, 1995) and overall classroom behavior. When arrang-
ing desks, the teacher should have sufficient space to move
easily throughout the room to monitor students during
whole-class instruction as well as during independent and
group work (Evertson et al., 2006; Sprick et al., 1998). All
students should be able to see the teacher and should be vis-
ible to the teacher from all parts of the classroom. Student
desks should be arranged to minimize distractions from win-
dows, high-traffic areas, the wastebasket, and the pencil
sharpener. In general, students in need of higher structure
require more personal space when seated in their desks.
Teachers working with students who need higher levels of
structure may find that traditional rows or a horseshoe desk
formation offers a more supportive learning set-up for their
students. On the other hand, medium- and low-structure
classrooms may run smoothly with groupings of desks in
pods or "tables." At the start of the year, teachers may ben-
efit from adopting a more structured room arrangement and
then moving to a less structured arrangement as students
become acclimated to classroom expectations.
Using the PAW: Classroom Layout
Teachers can evaluate their classroom layout using the
PAW by responding to several yes-no questions, such as,
"Does your desk layout match the level of structure you
noted above?" and, "Can you see ALL of your students from
everywhere in the room?" (see "Classroom Layout" in Fig-
ure 1). Teachers are encouraged to problem-solve and rem-
edy any "no" responses in order to enhance the learning
environment they have created for their students.
Example 1—Ms. Kimpton 's Class
Ms. Kimpton noted that her first grade class needed mod-
erate structure. She had to arrange her room with tables and
several learning centers. Overall, she was pleased with her
table placement and her carpet beside the front board so that
all students could see her while she taught a lesson. After
completing the PAW, she realized that she had placed her
small group instruction table too close to the bathroom door,
and, when seated at that table, she could not see over the
bookshelf to monitor students in the independent reading
center.
Example 2—Mrs. Santiaga's Class
Mrs. Santiaga teaches in a resource classroom at Justine
Middle School. She teaches small resource groups of stu-
dents during four periods of the day and coteaches with
another teacher during one period a day. Students come and
go from her classroom throughout the day if they need a
quiet place to work or if they need her help with an assign-
ment. Mrs. Santiaga knows that her students need high
structure. She has arranged desks in rows for group instruc-
tion and has positioned tables for independent work. After
completing the PAW, she realized that the student desks
should be at the far end of the room, away from the doorway
and distractions created by students who enter her room
throughout the day to complete independent work.
Classroom Décor
Teachers should keep decorations in mind when setting
up their classrooms. Small personal touches can add to the
personality and warmth of a classroom, but they should be
chosen with care. Decorations should be meaningful to the
teacher and the students in the classroom. They should
include items that the teacher and the students will use and
enjoy and that are both age- and grade-appropriate (Evert-
son et al., 2006).
Occasionally, teachers overdo it when decorating their
rooms. They may use excessively bright colors or too many
knick-knacks, cover all wall space, and even hang items
from every area of the ceiling. Overdecorating or over-
crowding a classroom with personal items can make the
room look and feel small (Evertson et al., 2006). It can also
be highly distracting and frustrating for some students.
Adding decorations that are inspirational and cheerful can
help to improve the feel of the room, but bear in niind that
many students need a peaceful and calm space to learn.
Using the PAW: Classroom Décor
Similar to the "Classroom Layout" section, the "Class-
room Décor" section of the PAW encourages teachers to
consider whether their décor is age-appropriate, calm, and
inspirational for learning (see Figure 1). While it is some-
what subjective, this section was included on the PAW to
help teachers review their classroom décor and consider
changes that encourage student learning.
Example—Ms. Nettles's Class
This year, Ms. Nettles moved from teaching first- and
second-grade resource to teaching a group of fourth and
fifth graders with behavioral difficulties. Her current roster
shows a group of eight boys. When looking through the
decorations from her old classroom, she decided that her
pale pink "Hang in there, kitty!" poster and her fluffy read-
ing corner cushions were too "girly" and juvenile for her
students. When she completed the PAW, she noted that these
items, along with many others, were neither age-appropriate
nor inspirational for her classroom. After evaluating her
décor, Ms. Nettles purchased several sports posters showing
popular athletes, and she made her own posters using inspi-
rational quotes from historical sports figures such as
Michael Jordan and Jackie Robinson. She also decided to
have her students add to the décor on the first day of school
by making "About Me" collages, using children's sports
magazines and nature magazines.
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Classroom Rules
After arranging the desks in a elassroom, the first thing
posted on the walls should be the classroom rules. Clear
rules that are understood by students and consistently imple-
mented and monitored by the teacher are essential to a well-
managed classroom. Rules communicate a teacher's expec-
tations for desired classroom behavior (Emmer & Evertson,
2009) and can foster a mutual respect among the teacher and
students to effect a positive learning environment. Class-
room rules are an important universal support to prepare stu-
dents for appropriate classroom behavior (Fairbanks,
Simonsen, & Sugai, 2008; Simonsen, Sugai, & Negron,
2008) and cut down on inappropriate behavior.
Classroom rules should be easy for students to under-
stand and for teachers to monitor. Unclear rules can result in
a lack of compliance by students (Trussell, 2008). This
makes sense because if rules are not meaningful, how can
students be expected to follow them? To this end, rules
should be concise; in fact, shorter rules are often easier for
students to remember. Teachers should establish three to
five rules (Stewart et al., 1997; Trussell, 2008) that are
broad enough to include all desired behavior (Simonsen, •
Fairbanks, et al., 2008). Rules should be stated positively, in
terms of what a student should do rather than what a student
should not do (Simonsen, Fairbanks, et al., 2008; Stewart et
al., 1997; Trussell, 2008). They should be posted in the
classroom and be clearly visible to all students and the
teacher (Rademacher, Callahan, & Pederson-Seelye, 1998;
Simonsen, Sugai & Negron, 2008; Trussell, 2008). Trussell
noted that rules should be easy enough to understand so that
all students are able to repeat the rules when asked. This is
a good check for teachers to find out whether their class-
room rules are clear enough and have been learned by stu-
dents. In a study involving elementary teachers, Fairbanks et
al. cited "Be respectful, responsible, and safe"(p. 49) as an
example of an effective rule. The rule could be relevant to
elementary, middle, and high school, as well as across spe-
cial and general education settings, based on how the rule is
defined and explained to students. The rule is clear, concise,
and suitable for all situations.
Teaching the Rules
It is not enough to simply develop and post rules. Rules
must be taught and explained to students (Simonsen, Fair-
banks et al., 2008; Sprick et al., 1998). Effective classroom
managers take time to teach rules explicitly and to tell stu-
dents how and why to follow the rules (Rademacher et al.,
1998). Examples and nonexamples can help students inter-
nalize rules and understand how they apply to various situ-
ations in and out of the classroom. Teachers should take the
time to define what the rules look like in different contexts.
For example, an elementary level teacher might teach "Be
Safe" by showing students how to sit correctly versus incor-
rectly in their seats. A middle school teacher might explain
that one aspect of the rule "Be Responsible" is arriving to
class on time with the necessary materials. A high school
math teacher might teach "Be Respectful" through a discus-
sion of what constitutes respectful and disrespectful talk
among peers in the classroom. Teachers should teach rules
by using examples of how the rules apply to activities in
which the students will engage during the class period or
throughout the day. While it makes complete sense to teach
the rules in the context of expected activities, teachers
should also plan for the unexpected and teach students how
the rules apply to assemblies, field trips, and fire drills. The
more explicit a teacher can be during initial instruction on
rules, the more prepared students are for appropriate behav-
ior in the classroom.
Rules should be taught at the beginning of the year, start-
ing on the first day of class. They should be reviewed
throughout the first few weeks and again after extended
school breaks. The addition of new students to the class dur-
ing the middle of the school year offers an opportunity for
teachers and students to "brush up" on their understanding
of the classroom rules. Teachers need to implement and
monitor the rules, while consistently delivering consequences
for rule violations (Simonsen, Fairbanks, et al., 2008). Un-
predictable implementation of the rules and consequences
for rule violations can be confusing to students, make stu-
dents wonder how important the rules are, and hinder the
effectiveness of a management plan.
Using the PAW: Rules
The PAW is designed to help teachers evaluate the qual-
ity of their rules. On the form, teachers respond to several
yes-no questions related to best practices in developing
classroom rules, such as, "Are your rules posted in a visible
area?" and, "Are your rules age appropriate, clear, concise,
and written positively?" (see Rules in Figure 1). For any
responses of "no," teachers are encouraged to modify their
rules to make them more universally supportive.
Example 1—Mr. Nguyen's Class
Mr. Nguyen teaches sixth- and seventh-grade science. He
knew that he needed high structure in his class and preferred
this in his lab environment. He was also aware that he would
be coteaching with a special education teacher during four
inclusion periods this year, and he was somewhat nervous
about the wide range of ability levels in his classes. When he
completed the PAW, Mr. Nguyen realized that his 12 rules
were mostly a list of "don'ts", such as, "Don't use lab equip-
ment without permission," "Don't be late to class," and "Don't
leave your lab station messy." Prompting on the PAW encour-
aged him to rewrite his rules as follows:
1. Be Prepared
2. Be Responsible
3. Be Respectful of Others and Property
4. Be Safe
9Mr. Nguyen realized that he probably could have shortened
Rule 3 to simply state "Be Respectful," but he wanted to be
very clear about respectful use of lab equipment. After writ-
ing a new list of rules and posting them at the front of the
room and on each lab table, he found that he was actually
looking forward to having fewer, more encompassing rules.
Mr. Nguyen taught his rules during the first 2 days of class
and reviewed the rules and how they related to lab experi-
ments prior to each lab assignment.
Example 2—Coach Carver
Coach Carver teaches ninth and 11th grade P.E. at Western
High School, a rural county high school. She also coaches
volleyball, softball, and girls' basketball. Coach Carver gets
to know all of the students in the school because every ninth-
grader takes her P,E, class. When she completed the PAW, she
realized that she did not really have any clear rules, which
might be contributing to the increasing number of students
who seemed to be testing her limits and consequently sitting
on the bench during P,E. Because she was starting from
scratch. Coach Carver decided to write a set of rules that were
relevant to P,E, and could carry over to her teams. Playing on
the theme of the school mascot, she posted the following rules
on a large banner in the gym: Western Wolf PACK: Pride,
Ambition, Citizenship, Kindness, She explained what the
acronym PACK meant, and, after explaining the rules through
examples and nonexamples, she found that when a student or
player was engaging in inappropriate behavior, she simply
needed to say, "You're not being a part of the pack. Let's get
it together," Most of the time, the individual would self-cor-
rect the behavior. Now that Coach Carver's diatribes on
respectful behavior and acting like a "high schooler" were no
longer necessary, she and her students were much more at
ease, and the games and activities were much more fun.
Classroom Routines
A set of positive, easy-to-understand rules is essential to
a well organized classroom, but students also need to be
taught how to behave in various situations in order for the
room to run smoothly. Classroom routines, also sometimes
referred to as procedures (Rademacheret al,, 1998; Trussell,
2008) or expectations for activities (Sprick et al,, 1998), are
specific steps that students take to accomplish actions in the
classroom. These steps are designed to promote appropriate
behavior (Trussell, 2008) by letting students know what
they should do at all times in the classroom (Babkie, 2006),
The intent behind establishing routines is to take the guess-
work out of classroom behavior for students and replace it
with very specific routines for common classroom activities,
such as entering and leaving the classroom, answering ques-
tions, and accessing teacher help.
Establishing classroom routines is a component of pri-
mary PBS plans that is universally supportive of positive
behavior (Simonsen, Sugai, & Negron, 2008), Routines not
only increase support for rule compliance (Rademacher et
al,, 1998), but also can increase student comfort with the
rules (Babkie, 2(X)6), Well-established classroom routines
increase classroom efficiency, freeing up valuable instruc-
tional time that is often wasted on directing student behavior
(Trussell, 2008). In fact, expert teachers have been found to
do more to create and maintain routines in their classrooms
than less expert teachers (Bohn, Roehrig, & Pressley, 2004;
Leinhardt, Weidman, & Hammond, 1987), Bohn et al, (2004)
found that in many cases the management systems of effec-
tive teachers are almost unnoticeable because they are so
salient. In these classrooms, they found that teachers spent
time at the outset of the school year teaching routines and
practicing them with their students. Meaningful routines that
fully disclose the expectations for student behavior during
classroom activities decrease inappropriate behavior by
encouraging appropriate classroom behavior,
A teacher should identify the core routines in the class-
room as part of developing a management plan. One of the
best ways to do this is for a teacher to visualize his or her
class period (for middle and high school) or the full school
day (for elementary school) and identify any times when
teaching is interrupted, students need to move around Ihe
room, or students tend to get into trouble with peers or the
teacher. Commonly, transition times, such as entering and
leaving the classroom and switching from one activity to
another, are more efficient when structured routines are in
place. Other routines that help the organization of a class-
room include answering questions and gaining the teacher's
attention, A list of common routines is provided in Figure 2,
The list provided there is a sample of routines, compiled to
get teachers started in thinking about routines; it is by no
means an exhaustive list. Teachers are encouraged to iden-
tify specific routines that are important and meaningful to
them, their instructional goals, and their students.
Entering and leaving the classroom
Turning in assignments
Organizing materials
Lining up and walking down the hail
Using classroom materiais
Gaining permission to go to the restroom
Completing group work or independent work
Gaining the teacher's attention
Sharing materials with peers
Preparing for homework assignments
Heading papers
Playing on the playground
Sharpening pencils
FIGURE 2
Common Classroom Routines
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Effective classroom managers take the time to teach and
practice routines (Bohn et al., 2004). They explain the rou-
tines, model the behaviors for their students, have students
practice the routines, and praise students who are following
the routines. This is important across elementary, middle, and
high school levels. The teaching of routines should be suited
to the type of classroom and the developmental level of the
students and can include discussions, modeling by teacher or
students, and role playing or practicing the routine. Regard-
less of teaching techniques used, explicitly teaching routines
leaves nothing to chance and clarifies a teacher's expectations
of behavior and actions in the classroom (Sprick et al., 1998).
Using the PAW: Classroom Routines
To encourage teachers to think about their classroom rou-
tines, the PAW asks them to list five routines that they would
like all of their students to learn and follow in their class-
room (see "Routines" in Figure 1). After listing routines,
teachers are prompted to explain how they will teach each
one. Although it is likely that teachers will have more than
five routines for their classrooms, the PAW is intended to
begin the process of mindfully developing routines in a
manageable and feasible manner.
Example 1—Mr. Jackson and Ms. Eisher's Class
Mr. Jackson, a general education teacher, and Ms. Fisher,
a special education teacher, coteach a third grade class. They
have 24 students this year, 10 of whom have IEPs for learn-
ing or behavioral difficulties or both. The number of students
and their varied learning needs, along with many other stu-
dent and school risk factors, dictate a need for high structure
in their classroom. After completing the PAW, Mr. Jackson
and Ms. Fisher decided to begin their school year by teaching
the following routines: (a) morning routine (entering the
classroom, putting away materials, starting morning journal
work), (b) restroom break, (c) speaking during lessons (rais-
ing hands and waiting to be called upon), (d) filing completed
work, and (e) walking in the hallway. The teachers knew they
would have to teach many other routines during the first
month of school, but they decided this was a good place to
start. They also considered their students and the best ways to
teach the routines. In the end, Ms. Fisher and Mr. Jackson
decided that a direct instructional approach with modeling
and practice by the students would be best. They also decided
on a method of rewarding students: Those who followed the
routines would get extra stickers on a classwide behavior
incentive chart.
Example 2—Ms. Leftwitch 's Class
Ms. Leftwitch has had a sixth period Advisory and Study
Hall added to her teaching load this year. During this period,
she has fifteen 10th graders who are supposed to use the
time to work on assignments from other classes and to get
extra help in order to pass their state graduation exams. In
general, these are students at risk for failing and dropping
out of school. Ms. Leftwitch was told that she should sup-
port these students academically and engage them in discus-
sions related to academic and social behavior. Since this was
the first year teachers were being asked to teach an advisory
and study hall, and Ms. Leftwitch was somewhat anxious
about this, she welcomed the opportunity to use the PAW to
plan for the class. She decided on these routines for her 10th
graders: (a) entering the elassroom, (b) working on assign-
ments independently, (c) accessing help from the teacher,
(d) what to do when all of your work is complete, and (e)
participating in class discussions. Because she taught high
school students and the nature of the class was somewhat
casual, Ms. Leftwitch decided to teach these routines by
explaining each routine and having the students generate
examples in a discussion format. She planned to reinforce
appropriate routines by providing student praise in a nonin-
vasive and age-appropriate manner. In other words, she
planned to praise students quietly, without embarrassing
them or making them feel "uncool."
Maintaining and Monitoring Behavior
At the beginning of the year, teachers expect to rearrange
their rooms and spend time teaching rules and routines to
students, which makes it a natural time to prepare and im-
plement a management plan. Unfortunately, many teachers
stop there. Expert teachers work to maintain their manage-
ment plans throughout the year (Bohn et al., 2004); still,
some students require more than the universal level of sup-
port provided by even the best classroom managers.
An efl'ective management plan does not run on its own.
Like an automobile, it needs regular maintenance to run at
peak performance. To maintain a management plan, students
need their teachers' feedback on their behavior. Teachers
should praise appropriate behavior and provide logical nega-
tive consequences for inappropriate behavior (Rademacher et
al., 1998). Praise should describe the behavior that was per-
formed and should be delivered directly following the desired
behavior. For example, stating, "I appreciate everyone com-
ing to the circle quickly and quietly," is much more effective
than saying, "Good job," after all students have been seated.
The former statement offers praise and also draws attention to
what students did correctly. Praise should be delivered in a
way that is suitable to the students' age and developmental
level. A big smile and, "Wow, it's great that you completed
your assignment on time. Excellent work!" might be received
well by a second grader, but an eighth grader would likely be
embarrassed by such a vivacious display of praise.
Feedback on inappropriate student behavior is also nec-
essary to maintain a universally supportive management
plan. Students need to know when they are not following the
class rules and procedures, and they should know the conse-
quences of their actions. When informing students of their
misbehavior, teachers need to be respectful of their students
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(Babkie, 2006) and take care not to shame or embarrass
them in front of their peers. Maintaining a ratio of four pos-
itive comments for each negative comment is a good rule of
thumb when faced with a more challenging student (Trussell,
2008). This keeps the dialogue with the student constructive
and encouraging rather than pessimistic and off-putting. In
general, however, teachers need to correct students when
they are not following the rules and routines in addition to
telling them when they are doing things right.
Another way to maintain a plan is to review components
of the plan and make changes as needed. Students get out of
practice after extended breaks from school and need a
review of the rules and routines. Also, classroom dynamics
change throughout the year, and problem areas arise. Taking
the time to establish new routines and even increase the
level of structure in a classroom is sometimes necessary.
Classroom management plans are not set in stone and
should be modified to fit current situations. If something is
not working in a classroom, the teacher should review the
whole plan and change it to suit class needs.
Unfortunately, even the best plan will not work for all
Students (Fairbanks et al., 2008). A universally supportive
management plan is the basis of PBS and will be sufficient
for most students, but some students will require more tar-
geted interventions, referred to as secondary and tertiary
supports (Simonsen, Sugai, & Homer, 2008). If a student is
not responding to a well-designed and consistently imple-
mented management plan, further information on the stu-
dent behavior should be used to develop more supportive
management structures for that student.
Data collection is an integral component of a manage-
ment plan to allow teachers to keep track of student suc-
cesses and behavioral infractions. If a student is struggling
in the classroom, the teacher can evaluate data to identify
behavioral patterns by activity, day of the week, and time of
day (Babkie, 2006). Data can also be used to identify groups
of students who are having more difficulties than average, as
well as the frequency and type of rule infractions committed
by these students. There are many ways to collect data on
student behavior. These can be as unstructured as anecdotal
observations, notes, and logs of rule infractions, or as spe-
cific and structured as calculation of numbers of office refer-
rals or individualized rule-based point systems. Teachers
should identify a data collection method that they will use
and that will provide the necessary documentation to trigger
a secondary intervention if it is needed.
No teacher is expected to be able to handle all behavioral
difficulties in the classroom without assistance. Even the
most experienced and effective classroom manager occa-
sionally runs into a student who needs more targeted support
than the teacher can give. In this case, the teacher needs to
know when and whom to ask for help. After a teacher has
reviewed the classwide plan, increased classroom structure,
relaught rules and expectations, and collected data on
behavior, it is time to access support from another school
professional. Sources of behavioral support vary by district
and school. Behavioral support may be accessed from
school counselors, principals, special education teachers,
school social workers, behavior analysts, and even parents.
Teachers should always know to whom they can turn for
support regarding student behavior.
Using the PAW: Maintaining and Monitoring Behavior
This section of the PAW (see Figure 1, Maintaining and
Monitoring Behavior) is designed to initiate teachers' con-
sideration of the ways they maintain student behavior through
praise. It also prompts teachers to think about how they col-
lect, or will collect, data on problem behaviors. Teachers are
also encouraged to identify a source of support for working
with problem behaviors in their classroom before difficul-
ties arise.
Example 1—Ms. Eisner's Class
Ms. Eisner is the 10th grade resource teacher for her
school. She supports students in her classroom and in inclu-
sive settings. When completing the PAW, Ms. Eisner was
very surprised to find that she had very few good strategies
for praising appropriate behavior demonstrated by her stu-
dents. In the past, she had stopped using public praise state-
ments such as, "I love how you are all working so hard,"
because a student once responded with the comment, "Why
are you talking to us like we are babies?" Ms. Eisner was so
embarrassed by the student's comment that she had stopped
praising altogether. As she completed the PAW, she thought
of three ways she could praise her high school students: (1)
nonverbal cues, such as pointing at an answer on the paper
and giving a thumbs-up sign or a quiet statement, such as,
"Nice"; (2) private, one-on-one commendation of a student
at the teacher's desk after class or written on an assignment;
and (3) restating a student's answer followed by a comment
such as, "You've got it!" or, "Right," delivered without
excessive emotion.
Example 2—Ms. McMillan
Ms. McMillan teaches music to all of the students in her
elementary school. She sees students in special education
with their grade-level groups and works well with most stu-
dents. Ms. McMillan knows that she really struggles with
students who have attention and behavioral difficulties, and
she wants to set up a good management plan for her sludents
this year. She understands the importance of behavior-spe-
cific praise and provides plenty of enthusiastic praise in her
classrooms. Ms. McMillan is somewhat concerned about
keeping track of student misbehavior. Last year, she sent the
problem students out of the room, and she was frustrated
when the classroom and special education teachers asked her
why students were sent out. She knows that she needs to keep
track of misbehavior, but she also knows that, with over 400
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students a week in her classes, she needs to have a very easy
to use method of evaluating behavior. Ms. McMillan decided
to keep a behavioral gradebook. She listed all of her students
by class and noted behavioral infractions at the end of each
class period. This allowed her to see patterns of behavior by
day of the week, grade, and student. Ms. McMillan found this
system particularly helpful when she approached the behav-
ioral support specialist assigned to her school and asked for
ideas to help with a class of especially rowdy third graders.
The behavior support specialist was able to look at the behav-
ioral patterns and at Ms. McMillan's notes and then give the
teacher suggestions on how to bolster classwide universal
supports for this particular group of third graders.
CONCLUSION
An effective and universally supportive classroom man-
agement plan is fundamental to establishing an effective
learning environment for all students. Heterogeneous class-
rooms are increasingly common, thereby expanding the depth
of universal supports that need to be in place. Classrooms
need to function to serve a wide range of students' academic,
social, and behavioral abilities. This article presents a work-
sheet to guide teachers through the process of establishing
and evaluating a management plan suited to their students and
their classroom. Hopefully, information in this article will
help teachers increase their confidence in classroom manage-
ment and will aid administrators in recognizing the compo-
nents of universally supportive management plans and iniden-
tifying the conmion needs of their faculties. When put in
place at the beginning of the year, classroom management
plans can help teachers create supportive environments that
allow teachers to teach and allow all students to learn.
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